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SANTRAUKA 

Siame straipsnyje kalbama apie uzsienio kalbos 
(UK) mokytojo kalbinj kompetentingumq ir ga- 
limus jo jvertinimo budus. Nors gali atrodyti, 
kad mokytojo kalbinj kompetentingumq api- 
brezti labai paprasta, taciau si sqvoka iki siol 
neturi aiskios str ukturos ir ne vienas j os demuo 
dar nebuvo issamiai aprasytas. Todel naudoj an¬ 
tis siuo faktu isanalizuoti jvairus saltiniai (pra- 
dedant akademiniais straipsniais ir baigiant 
egzamini} ataskaitomis) ir pateiktas poziuris j 
uzsienio kalbos mokytojo kalbinj kompeten¬ 
tingumq, skiriamq demesj bendravimui tiek 
klaseje, tiek ir uz klases ribiq. Sudarytas sqrasas 
temp, j kurias UK mokytojas turetij atsizvelgti, 
bei nurodyti komunikaciniai mokejimai ir kal- 
binis sqmoningumas, kuriu mokytojui reikia 
pareigoms sekmingai atlikti ir kuriuos butent 
del sios priezasties reiketij jvertinti. Pateiktas 
UK mokytojo kalbinio kompetentingumo pir- 
minis apibrezimas ir problemos, galincios kilti 
jj vertinant. Visus siuos aspektus galima isple- 
toti j detalesnius mokytojij rengimo standartus 
ir panaudoti mokytojiq jvertinimo sistemoms, 
naudojamoms mokytojus rengianciose kolegi- 
jose ir universitetuose, aiskiau apibrezti. 


ABSTRACT 

The article is centred around the concept of 
language competence of a foreign language 
(FL) teacher and the ways it can be evaluated. 
Though the definition of teacher language 
competence might sound obvious it has not 
yet been clearly structured and, therefore, no 
component has been thoroughly described. 
I use this fact as a starting point and ana¬ 
lyse various sources, from academic articles 
to examination reports to present my view 
of language teacher language competence 
with emphasis laid on both in- and out-of¬ 
classroom communication. I come out with 
a list of topics a FL teacher might deal with 
together with communicative skills and lan¬ 
guage awareness they require to function 
successfully and which, therefore, should be 
subject to evaluation. To conclude, I present 
a tentative definition of a FL teacher lan¬ 
guage competence and analyse issues likely 
to arise in its assessment. These could devel¬ 
op into more detailed standards for teachers’ 
initial training as well as clearer definition of 
teacher competence evaluation frameworks 
at teacher training colleges and universities. 




76 AUKSTOJO MOKSLO KOKYBE • THE QUALITY OF HIGHER EDUCATION -2012/9 


PAGRINDINiyTERMINy APIBREZIMAI 

• „Bendrasis“ kalbinis kompetentingumas - 
skirtingas kompetentingumas, kurj kalbos 
vartotojai ar besimokantieji demonstruoja 
nepriklausomai nuo darbo / profesijos. Ben- 
drasis kalbinis kompetentingumas issamiai 
aprasytas bendruosiuose Europos k alb 14 mo- 
kymosi, mokymo ir vertinimo metmenyse 1 . 

• Didaktines zinios (Richards, 2010 ) - kalbos 
mokymq ir mokymqsi studijuojant gautos 
zinios, kurias galima jvairiai naudoti spren- 
dziant su kalbos mokymu susijusius prakti- 
nius klausimus (programos planavimas, ver- 
tinimas, klases valdymas ir kt.) 

• Kalbinis (komunikacinis) kompetentingu¬ 
mas - gebejimas ne tik pritaikyti kalbos tai- 
sykles taisyklingai formuluojant sakinius, bet 
ir suprasti, kada, kur ir kokiu tikslu tuos saki¬ 
nius naudoti. 

• Kalbinis sqmoningumas - tam tikros kal¬ 
bos taisykliij zinojimas ir supratimas, kaip ta 
kalba veikia; gebejimas tas taisykles pritaikyti 
rasytineje ir sakytineje kalboje. Kalbant apie 
mokytojq rengimq , kalbinis sqmoningumas 
be visij isvardytq dalykq apima ir gebejimq 
destyti kalbq skirtingoms besimokanciqjq 
grupems. 

• Mokymo klaseje kalba - jvairiomis situaci- 
jomis klaseje vartojama kalba. 

• Mokytojo kalbos vertinimas - UK mokyto- 
jo gebejimo vartoti destomq kalbq zodziu ir 
rastu (pvz., rastu atliekamas testas, interviu 
ir pan.) matavimas. Straipsnyje sis terminas 
vartojamas kalbant apie baigiamuosius eg- 
zaminus (kolegijoje ar universitete), kuriuos 
islaikius suteikiama mokytojo kvalifikacija. 

• Mokytojo kompetentingumo jvertinimas - 
formalios ir neformalios procedures, nau- 
dojamos mokytojij pirminiam ir t^stiniam 
rengimui bei leidziancios nustatyti profesinio 

1 Common European Framework (2001), pagal „Slenksti- 
nius“ ( Threshold ), „Aukstumos“ ( Vantage ) ir „Pusiaukeles“ 
(Waystage ) lygius (Council of Europe, 1976-2001). 


DEFINITIONS OF KEY TERMS 

• ‘General’ language competence - competence 
demonstrated by language learners / users at 
different levels irrespectively of their job/oc¬ 
cupation. General language competence is 
thoroughly described in Common European 
Framework 1 . 

• Pedagogical content knowledge (Richards, 
2010) - knowledge which is drawn from the 
study of language teaching and language learn¬ 
ing and which can be applied in different ways 
to solving practical issues of language teaching 
(curriculum planning, assessment, classroom 
management, etc.). 

• Language (communicative) competence - the 
ability not only to apply the rules of the lan¬ 
guage in order to form correct sentences but 
also to know when and where to use these sen¬ 
tences and for whom. 

• Language awareness - knowledge of lin¬ 
guistic rules of a particular language and ways 
this language works; the ability to apply these 
rules in oral and written communication. For 
teacher education, language awareness, in ad¬ 
dition to all mentioned, includes an ability to 
teach the target language to different groups of 
learners. 

• Classroom language - language used in vari¬ 
ous classroom situations. 

• Teacher language assessment - the measure¬ 
ment of the ability of a FL teacher to use the 
target language for oral and written commu¬ 
nication (which may take form of a written 
test, an interview, etc.). In this article the term 
refers to the final examination at pre-service 
level (college/university) which leads to gain¬ 
ing teacher qualification. 

• Teacher competence evaluation - a set of 
formal and informal procedures applicable 
to both pre- and in-service training which 
leads to defining the level of professional 

1 Common European Framework (2001). Threshold, Van- 
tage, Waystage levels (Council of Europe, 1976-2001). 





Nataliya SOKOLOVA 

MOKYTOJO KALBINIO KOMPETENTINGUMO APRASAS: NAUJOS JVERTINIMO SISTEMOS BEIESKANT 
TEACHER LANGUAGE COMPETENCE DESCRIPTION: TOWARDS A NEW FRAMEWORK OF EVALUATION 


77 


tobulejimo lygj, jskaitant kalbinius, pedago- 
ginius, kalbos mokymo ir kitus aspektus. Del 
sios priezasties kalbos vertinimas gali buti lai- 
komas mokytojo jvertinimo dalimi. 

• Mokytojif rengimas - pirminis mokytojq 
rengimas kolegijoje ar universitete. 

• UK mokytojo kalbinis kompetentingumas - 
kalbinis kompetentingumas, reikalingas mo- 
kytojui klaseje ir uz klases ribq. 

• Uzsienio kalbos mokytojas - kvalifikuotas 
asmuo, destantis anglq ar kit;.} uzsienio kalbq 
mokykloje, kolegijoje ar universitete 2 . 

jVADAS 

Daugiausia demesio siame straipsnyje skiria- 
ma dalykui, apie kurj daznai kalbama jvairio- 
se publikacijose, bet kuris dar nera visiskai 
aiskus. Kas yra uzsienio kalbq destancio mo¬ 
kytojo, kuriam ta kalba nera gimtoji, kalbinis 
kompetentingumas? Kiek kalbos ziniq reikia 
mokytojui, norint sekmingai atlikti savo par- 
eigas? Kur tas pareigas jis turetq atlikti? Ar 
jmanoma numatyti, j kokiq veiklq, isskyrus 
bendravimq klaseje, uzsienio kalbos mokyto¬ 
jas dar galetij buti jtrauktas? Koks efektyviau- 
sias budas tinkamai ir patikimai patikrinti 
mokytoji} kompetentingumq? 

Sie aspektai ir aptarti straipsnyje, ku- 
rio pagrindinis tikslas - pateikti poziurj j 
UK mokytojo kalbinj kompetentingumq 
ir parodyti, kad jis - zymiai platesne sritis 
nei bendrasis kalbinis kompetentingumas. 
Taip yra del to, kad prie sio kompetentin- 
gumo prisideda nauji} aspektp, o visi kiti - 
glaudziai susiejami su didaktinemis dalyko 
ziniomis ir mokejimais. Straipsnyje pateik- 
ta eksperimentine UK mokytojo kalbinio 


2 Be abejo, skirtingose vietose (pvz., mokykloje, kolegijoje, 
universitete) dirbantiems mokytojams ar destytojams rei¬ 
kalingas skirtingas kalbinis kompetentingumas. Vis delto, 
kompetentingumo demenys islieka tokie patys. Skiriasi tik 
vartojamas zodynas, komunikaciniai mokejimai, kalbinis 
s^moningumas ir kt. 


development - including language, pedagogi¬ 
cal, language teaching issues, etc. Language as¬ 
sessment can, therefore, be treated as a part of 
teacher competence evaluation. 

• Teachers’ training - initial (pre-service) 
teacher education at college/university level. 

• FL teacher language competence - language 
competence a teacher requires in and out of 
the language classroom. 

• Foreign language teacher - a qualified person 
who teaches English or other foreign language 
(FL) at school, college or university 2 . 

INTRODUCTION 

This paper focuses on the issue which is often 
mentioned in publications and which, at the same 
time, has not yet been fully clarified. Target lan¬ 
guage competence of a foreign language teacher 
who is not a native speaker of this language - what 
is it? How much language does a teacher need to 
function successfully? Where are they supposed 
to function? Is it possible to predict in which situ¬ 
ations, apart from classroom communication, 
might a FL teacher be involved? What are most 
effective ways of assessing their competence with 
a high degree of validity and reliability? 

These are the issues I would like to touch 
upon in this article. Therefore, the major objec¬ 
tive of the paper is to present my view of a FL 
teacher language competence and to demon¬ 
strate that it is wider than general language 
competence due to some elements added and 
some others deeply interrelated with pedagogi¬ 
cal content knowledge and skills. I will present 
a tentative structure of a FL teacher language 
competence - the knowledge and skills that 
comprise it, the factors which - directly or 


2 I do realize that teachers working at different levels (e.g. 
school/college/university) require different levels of lan¬ 
guage competence. Nevertheless, the elements (constituents) 
of competence remain the same with the difference lying in 
command of vocabulary, communicative skills, language 
awareness, etc. 
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kompetentingumo struktura, sj kompeten- 
tingumq sudarancios zinios ir mokejimai 
bei veiksniai, tiesiogiai ar netiesiogiai vei- 
kiantys mokytojo komunikacijos kieki ir 
turinj. Nagrinejamos temos ir situacijos, is 
kurip susideda mokytojo bendravimas rastu 
ir zodziu klaseje bei uz jos ribq. Pateikiamas 
UK kalbinio kompetentingumo apibrezimas 
ir demenys, kuriuos reiketq vertinti, aprasyti 
galimi vertinimo metodai. 

Pirmiausia trumpai apzvelgti literaturos 
saltiniai ir tyrimo metodai. Tyrimo metu gau- 
ti duomenys pateikti paskutineje straipsnio 
dalyje. Isvadose apibendrinti svarbiausi sio 
tyrimo etapo dalykai. 

1 

UK MOKYTOJO KALBINIS 
KOMPETETINGUMAS: PUBLIKACIJy 
APZVALGA 

1.1. UK MOKYTOJO KALBINIO 
KOMPETETINGUMO STRUKTURA 

Nuomones del UK mokytojo profesinio 
kompetentingumo, tiksliau, sio kompeten¬ 
tingumo strukturos ir turinio, labai skir- 
tingos ir kartais net priestarauja viena kitai. 
Viena vertus, si sqvoka atrodo gana aiski - 
mokytojo kompetentingumo sudaro zinios, 
mokejimai ir nuostatos, leidziancios jam 
sekmingai veikti, t. y. mokyti. Bet kita ver¬ 
tus, sie, regis, paprasti ir aiskus komponen- 
tai kelia dar daugiau klausimij, kokios srities 
ziniq UK mokytojui reikia, kaip ir kokie mo¬ 
kejimai bei nuostatos jiems reikalingi. Be to, 
skirtumij gali atsirasti vienus elementus lai- 
kant svarbesniais uz kitus, todel butina ati- 
dziai suskirstyti, kiek jie svarbus mokytojo 
atliekamam darbui. 

Jau buvo bandyta apibrezti zinias ir pa¬ 
teikti mokejiimj sqrasq, kurie padetq atskleis- 
ti, kas yra mokytojo kompetentingumas. Ta- 
ciau literaturos saltiniij vis dar truksta. Nors 
yra nemazai publikaciji}, kuriose aptariamas 


indirectly - influence the amount and content 
of teacher communication. The next step will 
be the analysis of topics and situations which 
comprise teacher in- and out-of-classroom 
oral and written communication. I will con¬ 
clude by giving a definition of a FL teacher 
language competence and analysing its com¬ 
ponents subject to assessment with brief de¬ 
scription of potential assessment methods. 

I first provide a brief literature review 
which is followed by the description of re¬ 
search methods. My findings are presented 
in the last part of the article to be followed by 
conclusions where I summarize the key issues 
at this stage of research. 

1 

LANGUAGE COMPETENCE OF A FL 
TEACHER: REVIEW OF PUBLICATIONS 

1.1. STRUCTURE OF FLTEACHER 
LANGUAGE COMPETENCE 

Professional competence of a FL teacher is an 
issue which produces diverse and sometimes 
contradictory opinions on its structure and 
content. On the one hand, the concept seems 
clear: teacher competence is an intricate sum 
of knowledge, skills and attitudes (disposi¬ 
tions) which allow a teacher to function, i.e. to 
teach, successfully. On the other hand, these 
seemingly clear elements awaken even more 
questions about the areas of knowledge, nature 
and amount of skills and attitudes a FL teacher 
requires. Another issue which might come out 
of the previous one is some elements being 
more important than others and, therefore, 
the necessity of them being ranked in order of 
importance for a teachers job. 

Attempts have been made to produce a 
knowledge description and a list of skills which 
would show what teacher competence is. Still, 
there is a considerable gap in literature in this 
area. At first sight, there are quite a number 
of publications devoted to teacher competence 
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mokytojo kompetentingumas ir issamiai apra- 
soma, kq mokytojas turetij zinoti ir sugebeti 
daryti, bet nuodugniai isanalizavus siuos api- 
brezimus galima pastebeti, kad dauguma jij 
yra gana migloti ir bendro pobudzio: pavyz- 
dziui, „naudoti jvairias mokymo strategijas" 
ar „sugebeti islaikyti mokiniq susidomejimq 
ir motyvacijq". 

Pastanyi desimtmetj kalbos mokytojo 
kompetentingumq analizavo daugelis tyrine- 
tojp (Richards, 2001, 2010; Trappes-Lomax, 
Ferguson, 2008; McDiarmid, Clevenger- 
Bright, 2008). Vis delto nors UK mokytojp 
rengimas placiai aprasytas, vis dar truksta 
literatures, skirtos kalbiniam UK mokytojij. 
tobulejimui. Is dalies taip yra todel, kad kai 
kurip salip svietimo institucijos linkusios 
UK mokytojais jdarbinti zmones, kuriems ta 
kalba yra gimtoji. Taip apsisaugoma nuo jp 
kalbinio kompetentingumo spragp. Taciau 
daugelyje valstybip sj darbq paprastai atlieka 
vietiniai asmenys (t. y. tie, kuriems ta kalba 
nera gimtoji), todel pagrindinis profesinio 
rengimo ir tobulejimo programp tikslas - uz- 
tikrinti jp kalbinj tobulejimp Viena pagrindi- 
nip problemp, pasak U. Sesek (2007), - kole- 
gijose ir universitetuose mokytojams siulomi 
kalbp kursai yra „bendro“ pobudzio ir be- 
veik jokio demesio neskiriama profesiniams 
aspektams. 

Tik nedaugelyje publikacijp analizuoja- 
mi mokytojp kalbos mokejimo ypatumai ir 
skirtumai tarp „mokytojo“ kalbos ir „bendro 
pobudzio" kalbos. Singapure vykdomas pro- 
jektas „Anglp kalba mokymo tikslams" (angl. 
English for Teaching Purposes) aiskiai teigia, 
kad UK mokytojo destomos kalbos mokeji- 
mij. sudaro trys dideles „dalys“: 

• kalba informavimo tikslams; 

• kalba mokymo tikslams; 

• kalbos supratimas (1994). 

Honkongo Politechnikos universite- 

to projekte „Anglp kalbos mokytojp kalbos 
meistriskumo vertinimas" (angl. Language 
Proficiency Assessment for Teachers of English 


which contain detailed descriptions of what 
a teacher should know and be able to do. Then, 
a closer look demonstrates that the majority 
of descriptions are quite vague and relatively 
general ranging from employ a number of 
teaching strategies’ to ‘being able to maintain 
pupils’ interest and motivation. 

Language teacher competence has been in 
focus of attention of many researchers within 
the last decade (Richards, 2001,2010; Trappes- 
Lomax, Ferguson, 2008; McDiarmid, Cleveng¬ 
er-Bright, 2008). Despite the fact that much has 
been written about FL teacher training there is 
a gap in literature in the area of language de¬ 
velopment ofFL teachers. This may partially be 
explained by the fact that in some countries 
educational authorities prefer to employ na¬ 
tive speakers in FL teacher positions which, in 
some respect, might help to avoid gaps in their 
language competence. Still, there are a lot of 
countries where the job is done mostly by non¬ 
native speakers so their language development 
becomes a key objective in teacher profession¬ 
al development programmes. In this situation 
the major problem is, as Sesek (2007) put it, 
that colleges and universities usually treat lan¬ 
guage courses for teachers as general’ with no 
attention paid to professional issues. 

Only a few publications can be traced 
which show peculiarities of teachers’ com¬ 
mand of language and difference between 
‘teacher’ language and ‘general’ language. 
The Singapore ‘English for Teaching Purposes’ 
project clearly states that there are three large 
‘sections’ in a FL teacher command of the tar¬ 
get language: 

• language for information; 

• language for teaching; 

• language appreciation (1994). 

Similarly, the project of the Hong Kong 

Polytechnic - ‘Language Proficiency Assess¬ 
ment for Teachers of English (LPATE)’ defines 
specific areas within each communicative 
skill which are treated as professional listening 
(e.g. listening to a pupil and giving feedback), 
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(LPATE)) prie kiekvieno komunikacinio mo- 
kejimo isskiriamos konkrecios sritys, jvardija- 
mos kaip profesinis klausymas (pvz., mokinio 
isklausymas ir grjztamojo rysio suteikimas), 
profesinis skaitymas (pvz., teksto perskaity- 
mas ir jo sudetingumo lygio jvertinimas tam 
tikrai mokiniij grupei), profesinis kalbejimas 
(pvz., pasakojimas) ir profesinis rasymas 
(pvz., grjztamojo rysio suteikimas rastu). 

Slovene} vykdomame projekte „Anglij 
kalba anglij kaip uzsienio kalbos mokyto- 
jams“ (angl. English for Teachers of English as 
a Foreign Language) teigiama panasiai: UK 
mokytojas tureti} ne tik pasizymeti „bendruo- 
ju“ kalbos meistriskumu, bet ir buti jvaldys 
„profesin§“ kalbcj, kuri paverstij jj ne tik geru 
kalbos vartotoju, bet ir geru mokytoju. Pana- 
sitj. nuomory issako T. Wright ir R. Bolitho 
(1993), H. G. Widdowson (2002) ir J. C. Ri¬ 
chards (2010). Mokslininkai pabrezia, kad kal¬ 
bos mokytojo destomos kalbos meistriskum^ 
sudaro ne tik bendras tos kalbos mokejimas ir 
zinios apie jq, bet ir pedagogines dalyko zinios, 
jgalinancios destyti tq kalb^ studentams. 

Apibendrinant sias publikacijas ir jose 
pateikU} informacij^ apie kalbos mokyto¬ 
jo kalbinj tobulejimcj, galima daryti tokias 
prielaidas: 

1. Kalbos mokytojas yra ir tos kalbos var- 
totojas, ir jos mokytojas. Del sios priezasties 
prie bendrosios kalbos vartotoj o kompetentin- 
gumo prisideda papildomij „komponenti}“. 

2. Kaip mineta, kalbos mokytojo kalbinj 
kompetentingum;j sudaro bendrojo kalbinio 
kompetentingumo ir atskirrj destomo dalyko 
aspektp jvairove. Todel bendrojo kalbinio kom¬ 
petentingumo struktura naudojama kaip pagrin- 
das kalbos mokytojo kompetentingumui aprasyti. 

3. UK mokytojo kalbinj kompetentingu- 
mij sudaro: 

• bendrasis kalbinis kompetentingumas ir 
4 jam priklausantys mokejimai - klausymas, 
skaitymas, kalbejimas ir rasymas; 

• zinios apie kalby kaip sistemip t. y. kalbinis 
sqmoningumas ir pedagogines dalyko zinios; 


professional reading (e.g. reading a text and 
evaluating its difficulty level for a particular 
group of pupils), professional speaking (e.g. 
storytelling) and professional writing (e.g. giv¬ 
ing written feedback). 

In the same vein, the Slovenian project 
‘English for Teachers of English as a Foreign 
Language’ claims that, apart from general’ 
language proficiency a FL teacher is expect¬ 
ed to develop professional’ language which 
makes them a good teacher in addition to 
a good language user. This is in good keep¬ 
ing with Wright and Bolitho (1993), Wid¬ 
dowson (2002) and Richards (2010) who 
stress that a language teacher’s command 
of the target language includes, in addi¬ 
tion to general knowledge of and about the 
language, pedagogical content knowledge 
which results in an ability to teach this lan¬ 
guage to students. 

Summing up what publications say about 
language teacher language development I as¬ 
sume that: 

1. A language teacher is viewed both 
as a language user and a language teacher 
which, no doubt, adds some ‘special ele¬ 
ments’ to competence of a general language 
user. 

2. As stated above, a language teacher lan¬ 
guage competence can be treated as a variation 
of general language competence with some 
content areas added. Therefore, in this paper 
I consider general language competence struc¬ 
ture to be a frame for language teacher compe¬ 
tence description. 

3. FL teacher language competence 
comprises: 

• general language competence with all 
four skills - listening, reading, speaking, writ¬ 
ing - involved; 

• knowledge about language as a system, 
i.e. language awareness, combined with peda¬ 
gogical content knowledge; 

• ‘teacher’ language competence - the one 
not yet fully described and defined - viewed 
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• „mokytojo“ kalbos kompetentingumas 
dar nera iki galo apibreztas ir aprasytas. Sia- 
me straipsnyje jis suprantamas kaip profesi- 
nes terminologijos ismanymas ir komunika- 
ciniij mokejimij jvaldymas, leidziantis UK 
mokytojui sekmingai veikti jvairiomis profe- 
sinemis situacijomis klaseje ir uz jos ribq. 

4. Skirtumai tarp „bendrojo“ kalbinio 
kompetentingumo ir „mokytojo“ kalbos 
kompetentingumo vercia susimqstyti apie 
mokytojo kalbos vertinimq, kuris skirtijsi 
nuo „bendro“ kalbos vertinimo. 

1.2. UK MOKYTOJO BENDRASIS 
KALBINIS KOMPETENTINGUMAS IR 
KALBINIS SAMONINGUMAS 

Issamiausiq ir naujausiq bendrojo kalbinio / 
komunikacinio kompetentingumo apibrezi- 
mq, remiantis Hymes, Canale ir Swain, Sa- 
vignon darbais, galima rasti Europos kalbu 
mokymosi, mokymo ir vertinimo metmenyse 
(Common European Framework, 1996, 2001). 
Juose nurodoma, kad kalbinj kompetentin- 
gumq sudaro sie pagrindiniai komponentai: 

• lingvistiniai kompetentingumai - lek- 
sikos, gramatikos, semantikos, fonologiniai, 
ortografiniai ir ortoepiniai (1996, p. 108); 

• sociolingvistiniai kompetentingumai - 
zinios ir mokejimai, reikalingi socialineje 
kalbos vartojimo srityje (lingvistiniai sociali- 
niq santykiij zymekliai, mandagumo normos, 
skirtingas registras) (1996, p. 118-122); 

• pragmatiniai kompetentingumai - be- 
simokanciojo zinios apie principus, kuriais 
remiantis organizuojamos, formuojamos, is- 
destomos ir naudojamos zinutes komunika- 
cinems funkcijoms atlikti (1996, p. 123). 

UK mokytojo lingvistinis kompetentingu¬ 
mas zymiai skiriasi nuo kitij kalbos vartotoji} 
lingvistinio kompetentingumo. Lingvistinis 
kompetentingumas apibreziamas kaip „kal- 
bos gramatikos, sintakses ir zodyno ismany- 
mas“ (Objectives for Foreign Language Lear¬ 
ning, 1986) ir apima fonologinius, leksinius ir 
gramatinius kompetentingumus bei kalbinj 


in this article as command of professional 
terminology and communicative skills which 
allow a FL teacher to function successfully in 
various in- and out-of-classroom professional 
situations. 

4. The difference between general’ and 
‘teacher’ language competence brings in the 
necessity of a teacher language assessment for¬ 
mat which would be different from general’ 
language assessment. 

1.2. FL TEACHER'S GENERAL LANGUAGE 
COMPETENCE AND LANGUAGE 
AWARENESS 

The most detailed and recent definition of 
general language / communicative competence 
based on work of Hymes, Canale and Swain, 
Savignon, is presented in Common European 
Framework (1996, 2001). The Framework sin¬ 
gles out key competences as parts of commu¬ 
nicative competence: 

• linguistic competences - lexical, gram¬ 
matical, semantic, phonological, orthographic, 
orthoepic competence (1996, p. 108); 

• sociolinguistic competences - knowledge 
and skills required to deal with the social di¬ 
mension of language use (linguistic markers of 
social relations, politeness conventions, regis¬ 
ter differences) (1996, p. 118-122); 

• pragmatic competences - learner’s 
knowledge of principles according to which 
messages are organized, structured and ar¬ 
ranged and used to perform communicative 
functions (1996, p. 123). 

Linguistic competence of a FL teacher is 
a component which is significantly different 
from the linguistic competence demonstrated 
by other language users. Linguistic competence 
is defined as ‘knowing how to use the grammar, 
syntax and vocabulary of a language’ (Objec¬ 
tives for Foreign Language Learning, 1986) and 
comprises phonological, lexical and grammati¬ 
cal competence and language awareness - the 
knowledge of how the language works. 
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sqmoningumq, t. y. zinias apie tai, kaip kalba 
veikia. 

Literaturoje nera informacijos apie 
kalbos mokytojo lingvistinj kompetentingu- 
mq, jskaitant reikalingus mokejimus ir jj 
sudarantj turinj. Pagrindiniuose uzsienio 
kalbos mokymuisi skirtuose Europos do- 
kumentuose (angl. Threshold level, Vantage 
level, Common European Framework of Re¬ 
ference) kalbama apie „bendruosius“ kalbi- 
nius kompetentingumus, neisskiriant jokios 
profesijos. Mokytojq kalbai skirtose knygo- 
se dazniausiai kalbama apie tai, kq kalbos 
mokytojas turetq zinoti apie destomos kal¬ 
bos gramatikq, fonologijq, zodynq. Todel 
jos dazniausiai naudojamos informaciniais 
tikslais, nes is esmes knygij autoriq tiks- 
las - praturtinti uzsienio kalbos mokytojq 
zinias, naudotinas klaseje. Galima daryti 
preliminariq isvadq: aptarti autoriai nesky- 
re „bendrosios gramatikos“ nuo specifines 
„mokytojams reikalingos gramatikos“, t. y. 
gramatikos reiskiniij, kuriuos turetij zinoti 
tik UK mokytojai. 

Dar vienas demesio vertas aspektas - 
KAIP siose knygose pateikiama informaci- 
ja, t. y. uzduotys. Sprendziant pagal tai, kaip 
M. Spratt (1996) ir S. Thornbury (1997) savo 
knygose pateikia kalbinius dalykus, jie neabe- 
jotinai siekia sujungti zinias apie kalbq su di- 
daktinemis dalyko ziniomis, kurias turi kalbos 
mokytojas. Naudojamos tokiq tipq uzduotys: 

• identifikavimas / atpazinimas; 

• kategorizavimas; 

• derinimas; 

• paaiskinimas / interpretavimas; 

• jvertinimas (pvz., „jvertinti sios uzduo- 
ties naiidtj lavinimui..."); 

• pritaikymo uzduotys (pvz., „sukur- 
ti pratimcj, skirtrj. lavinti...“), daugelis kuriij 
neabejotinai priklauso mokytojo tobulejimo 
sferai. 

Be to, kiekvieno skyriaus, kuriame prista- 
tomas tam tikras kalbinis dalykas, pabaigoje 
pateikiamos tik didaktines uzduotys - surinkti 


The literature search showed no results for 
language teacher linguistic competence descrip¬ 
tion in terms of content and skills. The key Eu¬ 
ropean documents for foreign language learn¬ 
ing (Threshold level, Vantage level, Common 
European Framework of Reference) deal with 
general’ language competences without taking 
into account any occupation; language books 
for teachers usually describe what a language 
teacher is supposed to know in terms of gram¬ 
mar, phonology, vocabulary of the target lan¬ 
guage and serve mostly as reference books. The 
latter can be explained by the authors’ aim - to 
enlarge foreign language teachers’ knowledge 
they can apply in the classroom. The tentative 
conclusion can be made that the authors un¬ 
der consideration do not differentiate between 
general grammar’ and special ‘teacher gram¬ 
mar’ - grammar phenomena which only a FL 
teacher should be aware of. 

There is yet another dimension about these 
books - THE WAY information is presented, 
i.e. the tasks. Judging by the way Spratt (1996) 
and Thornbury (1997) present language items 
in their books they definitely aim at combin¬ 
ing knowledge about language with pedagogical 
content knowledge of a language teacher. The 
task types widely employed are: 

• identification/recognition; 

• categorization; 

• matching; 

• explanation/interpretation; 

• evaluation (e.g. ‘assess the usefulness of 
this task to practice item...’); 

• application tasks (e.g. ‘design an exer¬ 
cise to practice..’) with many of them evidently 
belonging to the teacher development area. 

Moreover, each unit which explains some 
language item is followed by purely pedagogi¬ 
cal tasks - collecting and analyzing student 
errors relating to the area under study, evalu¬ 
ating language materials which treat the area, 
planning a lesson or a lesson sequence. 

There is another fact which is quite sug¬ 
gestive about the nature of a teacher’s language 
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ir isnagrineti studentij padarytas klaidas, su- 
sijusias su studijuojama sritimi, jvertinti tai 
sriciai skirttj. kalbin^ medziagq, planuoti pa- 
mokq ar jos eigq. 

Apie mokytojo kalbinio sqmoningumo 
pobudj susimqstyti vercia ir S. Thornbury 
(1997) pateiktos pasekmes, galincios kilti del 
„riboti} kalbos ziniq" kaip negebejimas: 

• numatyti besimokantiesiems galinciij 
kilti problemq; 

• tinkamai suplanuoti pamokq; 

• tinkamai perprasti programq ir turi- 
mos medziagos bei pritaikyti jij specialiems 
besimokanciujij poreikiams; 

• istaisyti klaidij ar atsakyti j besimokan¬ 
tiesiems kylancius klausimus; 

• apskritai uzsitarnauti besimokanciijjij 
pasitikejimq del to, kad truksta paprasciausiij 
terming ir nesugebama naujos kalbos pateikti 
aiskiai ir veiksmingai. 

Kadangi visos aprasytos pasekmes yra di- 
daktinio pobudzio, galima daryti isvadq: lygi- 
nant kalbos mokytojo kalbinj sqmoningumq 
su bendruoju kalbiniu sqmoningumu, ski- 
riasi ne kalbos kruvis, bet tai, kaipjis susipina 
su didaktiniu komponentu. Prie sios isvados 
prisideda ir literatures apie kalbos mokytojo 
svietimq analize (Wright, Bolitho, 1993; Trap- 
pes-Lomax, 2002; Widdowson, 2002; Wright, 
2002 ). 

T. Wrighto (2002) teigimu, norint se- 
kmingai mokyti kalbos, reikia gerai ismanyti 
jos vartojimq, tureti ziniq apie kalbt} ir isma¬ 
nyti jvairius mokymo metodus, kurie daznai 
tarpusavyje susij^ ir leidzia atkreipti tiek di- 
daktinj, tiek ir lingvistinj demesj j studentams 
kylancias problemas. Viena is pagrindiniij 
T. Wrighto idejp, sutampanti su S. Thornbury 
ir M. Spratt mintimis, - sujungti mokytojams 
skirtus kalbos kursus su anglij kalbos moky¬ 
mo metodij ar didaktikos kursais, per kuriuos 
jp dalyviai vertintij mokinip kalbp, analizuo- 
tp pokalbius klaseje, nagrinetp mokymo me- 
dziag;y siekdami jvertinti, kaip naudojami 
lingvistiniai aspektai, ir patys gautp atlikti 


awareness - the way Thornbury (1997) 
presents consequences of a limited knowledge 
of language’: 

• a failure to anticipate learners’ 
problems; 

• an inability to plan lessons at the right 
level; 

• an inability to interpret syllabuses and 
materials and to adapt them to the specific 
needs of the learners; 

• an inability to deal with errors or to an¬ 
swer learners’ questions; 

• a general failure to earn the confidence 
of the learners due to a lack of basic terminol¬ 
ogy and ability to present new language clearly 
and efficiently. 

Since the consequences described are 
purely pedagogic, it can be concluded that it 
is not the language load itself which is differ¬ 
ent for a language teacher (in comparison to 
general language awareness) but the way it is 
interrelated with pedagogical dimension. The 
conclusion is supported by the analysis of liter¬ 
ature on language teacher education (Wright, 
Bolitho, 1993; Trappes-Lomax, 2002; Wid¬ 
dowson, 2002; Wright, 2002). 

Wright (2002) states that successful lan¬ 
guage teaching requires proficiency in lan¬ 
guage use, knowledge of language and knowl¬ 
edge of teaching methods which are in many 
cases interdependent and result in linguistic 
and pedagogic sensitivity to the problems of 
students. One of Wright’s key ideas which is 
in good keeping with Thornbury and Spratt 
is the combination of language develop¬ 
ment courses for teachers with English Lan¬ 
guage Teaching (ELT) methods or pedagogy 
courses where the trainees examine learner 
language, analyze classroom talk, examine 
teaching materials to see how linguistic con¬ 
tent is handled and have ‘language improve¬ 
ment’ tasks for themselves: “Language aware¬ 
ness ... is a way of... bringing about a closer 
relationship between content knowledge and 
classroom methodology. Language education 
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„kalbos gerinimo" uzduotis: „Kalbinis sqmo- 
ningumas ... yra budas ... labiau susieti daly- 
ko zinias ir klaseje naudojamq metodologijq. 
Kalbos mokymo specialistai yra jsitrauk^ ir 
susijf ne su kalba ir mokymu, bet su kalbos 
mokymu" (Wright, 2002, p. 115). 

Todel galima daryti isvadq, kad UK mo- 
kytojo kalbinio sqmoningumo gramatines ir 
fonologines sritys labai nesiskiria nuo bendro- 
jo kalbinio sqmoningumo. Mokytojo kalbinj 
sqmoningumq isskiria jo sqsajos su didkatine- 
mis dalyko ziniomis, suteikianciomis galimy- 
ir gebejimq kalbos mokyti kitus asmenis. 

Dar viena sritis, kalbinj mokytojo sqmo¬ 
ningumq isskirianti nuo „bendrojo“ kalbinio 
sqmoningumo, - turimas zodynas. Dar nie- 
kas neapibreze, kq reiskia „mokytojui bu- 
dingas" zodynas. Jokiq rezultatij nedave nei 
paieska internete, nei literatures saltiniuose, 
todel savo pastabas pristatysiu skyriuje apie 
rezultatus. 

1.3.„MOKYTOJUI BUDINGAS" KALB1NIS 
KOMPETENTINGUMAS 

Cia reiketq kalbeti apie mokytojo ben- 
dravimq klaseje (klases kalba) ir uz kla¬ 
ses ribq. Apie pastarqjj dar beveik niekas 
nekalbejo. 

UK kalbos mokytoji} klases kalbai de- 
mesj skyre jvairus autoriai (Hughes, 1987; 
Willis, 1987) ir tyrejai (Sesek, 2007). j kla¬ 
ses kalbq ziurima jvairiai. Vieniems ji labai 
siaura sritis, skirta nurodymams duoti ir 
tvarkai palaikyti, kitiems - labai plati sfera, 
kudos didziqjq dalj sudaro destomos kalbos 
vartojimas. 

Neaisku, kaip turi buti ziurima j klases 
kalbq - kaip j priemon^ nurodymams klaseje 
duoti, ar kaip j bendravimo tarp mokytojo 
ir mokinip kalbq platesniu kontekstu. Todel 
klases kalba turetp buti UK mokytoji} rengi- 
mo programos dalis. Tik iki siol jai skirta per 
mazai demesio: „... taciau daznai pamirs- 
tama, kad klaseje vykstantys procesai ... be¬ 
veik nuolat turi buti verbalizuojami. Kitaip 


practitioners are involved not in language and 
teaching but in language teaching” (Wright, 
2002, p. 115). 

So, a conclusion can be made that the 
grammatical and phonological areas of FL 
teacher language awareness do not dif¬ 
fer tremendously from general language 
awareness. What makes a teacher’s language 
awareness different is its interrelation with 
pedagogical content knowledge which re¬ 
sults in an ability to teach the language to 
learners. 

Another dimension of teacher language 
awareness which makes it different from the 
general’ one is vocabulary load. Defining 
‘teacher-specific’ vocabulary is a task which 
has not yet been done - the literature and web- 
search showed no results, so I present my ef¬ 
fort in the Findings section. 

1.3. 'TEACHER-SPECIFIC' LANGUAGE 
COMPETENCE 

This is the area which includes teacher in- 
(Classroom language) and out-of-classroom 
communication with the last one being hardly 
ever described. 

Classroom language is one of the areas of 
FL teacher’s language that receives a certain 
amount of attention from different authors 
(Hughes, 1987; Willis, 1987) and researchers 
(Sesek, 2007). Classroom language is seen in 
various ways - from quite a narrow area of 
giving instructions and maintaining discipline 
to a very broad one which includes the better 
part of a teacher’s use of the target language. 

No matter whether classroom language is 
perceived as a means of instruction within the 
classroom or a language of communication be¬ 
tween teacher and learners in a broader context, 
there is no argument about its necessity. There¬ 
fore, classroom language should be mastered as 
a part of FL teacher development programme 
but, unfortunately deserves not enough atten¬ 
tion: ‘... It is, however, often forgotten that the 
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tariant, reikia duoti nurodymus, sudaryti 
grupes, paskirti laiko apribojimus, uzduoti 
klausimus ... palaikyti tvarkq ir kt.“ (Hughes, 
1987, p. 5). 

Klases kalba daugiausia demesio susi- 
lauke XX a. 9 desimtmetyje ir buvo apibu- 
dinta kaip „viena is didaktinio diskurso“ for- 
nuj (Bernstein, 1990). Daugelis tyrinetojq 
visq demesj sutelke i lingvistines savybes, 
isskiriancias jq is kitij diskurso rusiij. Todel 
klases diskursas ir isplesta mokytojo kalba 
pasizymi siomis savybemis (Walsh, 2006, 
p.135): 

• naudojama rasytine kalba lentoje, ges- 
tai ir kitos neverbalines priemones; 

• daug konstatuojamijjij sakiniij; 

• daug de m on struoj am lj j u ir nukreipia- 
mqjq klausimq; 

• specializuotas zodynas naudojamas 
skirtingiems pamokos etapams apibudinti, 
grjztamajam rysiui suteikti ir 1.1.; 

• pailgintas (iki 20 sekundziq) lauki- 
mo laikas, mokytojo kartojimas ir mokytojo 
jsikisimas; 

• naudojami performulavimo, prat^si- 
mo, modeliavimo metodai ir kitokios moky¬ 
tojo paramos formos. 

Taigi galima daryti isvadq: klases anglij 
kalba yra ne tik Kv^, bet ir KAIP kalba mo- 
kytojas, bei ar TINKAMAI jis naudoja ling¬ 
vistines ir nelingvistines priemones, siek- 
damas pamokos tikslq. Tai gali buti viena 
is priezasciq, kodel klases anglq kalba daz- 
niausiai vertinama per klaseje vykstancias 
situacijas, labai retai naudoj antis formaliais 
egzaminais. 

Paskutinis, bet ne maziausiai svar- 
bus mokytojo kalbinio kompetentingumo 
komponentas - bendravimas uz klases ribif. 
J. C. Richards teigimu, „tampantkalbos mo- 
kytoju taip pat reikia ismokti ir „atitinkamai 
kalbeti“, t. y. ismokti specializuot^ diskursty 
kurj naudojame tarpusavyje ir kuris pade- 
da apibrezti musp profesij^ ir pagrindinius 
jos aspektus. Vadinasi, turime susipazinti 


classroom procedures ... almost invariably 
have to be verbalized. In other words, instruc¬ 
tions have to be given, groups formed, time 
limits set, questions asked... discipline main¬ 
tained and so on.’ (Hughes, 1987, p. 5). 

Classroom talk was defined as a form of 
pedagogic discourse’ (Bernstein, 1990) and 
received most attention in the 1980-ies. The 
majority of researchers concentrated on its 
linguistic features which make it different 
from other discourse types. Thus, classroom 
discourse and teacher talk as extended teacher 
turn (Walsh, 2006, p. 135): 

• is supported by use of written language 
on the board; use of gesture and the non-ver¬ 
bal means; 

• contains a lot of sentences in Declara¬ 
tive mood; 

• includes a lot of display and referential 
questions; 

• contains specialized vocabulary for de¬ 
scribing lesson stages, giving feedback, etc.; 

• is characterized by extended (up to 20 
seconds) waiting time, teacher echo and teach¬ 
er interruptions; 

• includes a lot of scaffolding (reformula¬ 
tion, extension, modeling) and other forms of 
teacher support. 

So, it may be concluded that classroom 
English is not only WHAT but HOW the teach¬ 
er talks and how APPROPRIATELY they use 
linguistic and non-linguistic means to achieve 
the aims of the lesson. This might be one of the 
reasons why classroom English is very rarely 
assessed at formal examinations but is mostly 
evaluated in classroom situations. 

Last but not least element of teacher lan¬ 
guage competence is ‘out-of-classroom’ com¬ 
munication. As Richards put it, ‘Becoming 
a language teacher also involves learning to 
‘talk the talk) i.e. acquiring the specialized dis¬ 
course that we use among ourselves and that 
helps define the subject matter of our profes¬ 
sion. This means becoming familiar with sev¬ 
eral hundred specialized terms ... that we use 
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su keliais simtais specializuotq terminq, ... 
kuriuos kasdien vartojame kalbedami apie 
mokymq“ (Richards, 2010, p. 8). 

Aprasyti ir atitinkamai jvertinti siq sri- 
tj labai sudetinga del kelii} veiksnii}. Pirma, 
sis aspektas menkai istirtas. Be to, dar niekas 
nejvardijo veiksnii}, daranciq itak;j mokytojo 
bendravimo uz klases ribij turiniui. 

Tokio tipo bendravimas labai priklau- 
so ir nuo mokymo bei gyvenimo kontekstij, 
t. y. tos UK padeties visuomeneje, destomos 
kalbos populiarumo ir apimties uz mokyklos 
ribij, galimybes sutikti kolegas seminaruose, 
konferencijose, galimybes keliauti ir 1.1. Sia- 
me straipsnyje visa tai - subjektyvus veiks- 
niai, galintys tik papildyti, bet ne pakeisti 
bendrq vaizdq. 

Apibendrinant literatures saltiniuose 
issakytas mintis apie kalbos mokytojo kal- 
binj komp ete nti n gu m;}, galima daryti tokias 
prielaidas: 

1. Nerasta jokiq publikaciji}, kuriose butq 
issamiai aprasyta straipsnyje nagrinejamo 
kompetentingumo struktura ar turinys. 

2. Dauguma tyriimj skirta UK mokyto¬ 
jo kalbiniam kompetentingumui, kuris yra 
svarbus, bet ne vienintelis mokytojo kalbinio 
kompetentingumo komponentas. 

3. Dar viena „populiari“ tyrimi} sritis - 
klases kalba, jau issamiai aprasyta. Gautus re- 
zultatus galima naudoti UK mokytojo kalbinj 
kompetentingumui aprasyti. 

4. Bendravimas uz klases ribij iki siol ne- 
sulauke beveik jokio demesio. Sj ir kitus mi- 
netus dalykus laikome pagrindiniais mokyto¬ 
jo kalbinio kompetentingumo komponentais. 
Todel daugiausia demesio skirsime jam apra¬ 
syti (galima vadovautis tyrimo klausimais ir 
rezultatais). 


on a daily basis in talking about our teaching’ 
(Richards, 2010, p. 8). 

The area seems to be the most difficult to 
describe and, correspondingly, to assess due 
to several factors. Firstly, the research on this 
issue is scarce and the factors influencing the 
content of teacher out-of-classroom commu¬ 
nication have not yet been singled out. 

In addition, this type of communication 
greatly depends on teaching and living con¬ 
texts - the status of the FL in the society, the 
amount of the target language outside school, 
the opportunity to meet colleagues at semi¬ 
nars, conferences, an opportunity to travel, 
etc. Thus, they are treated in this paper as sub¬ 
jective factors which can only add to, but not 
change the whole picture. 

Summing up what is said in literature 
about language teacher language competence 
I assume that: 

1. No publication has been found which 
would explicitly demonstrate either the struc¬ 
ture or content of the competence in question. 

2. The better part of research is devoted to 
FL teacher language awareness which is a very 
important but not the only element of teacher 
language competence. 

3. The next popular’ area of research is 
Classroom language which can be considered 
as thoroughly described and the findings can 
serve a good basis for further description of 
language competence of a FL teacher. 

4. Out-of-classroom communication is 
the area which has by now received almost no 
attention. I consider this, alongside with the 
elements mentioned above, a key component 
of teacher language competence and therefore, 
pay most attention to its description (which 
can be traced through research questions and 
findings). 
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2 

DETALESNIO UK MOKYTOJO 
KALBINIO KOMPETENTINGUMO 
APRASO IRJO VERTINIMO FORMATO 
BEIESKANT 

2.1. TYRIMO KLAUSIMAI IR METODAI 

1. Tiesiogintj jtakq tyrimo klausimu pasirin- 
kimui turi sio straipsnio tikslai ir literatures 
saltiniq apzvalgos rezultatai: 

2. Koks tiksliai turinys ir mokejimai suda- 
ro UK mokytojo kalbinj kompetentingumq? 

Kokius UK mokytojo kalbinio kompe- 
tentingumo komponentus / elementus gali- 
ma / reiketq vertinti? 

Noredami atsakyti j siuos klausimus, 
knygij, zurnalq ir elektroniniij publikacijij, 
UK mokytojij rengimo skirtingose valstybese 
dokumentq, pavyzdines medziagos ir tarp- 
tautiniij programij bei valstybiniu egzaminij, 
skirti} anglij kaip uzsienio kalbos mokyto- 
jams, analizei pasirinkome teorinj duomeni ; 
rinkimo metodq. Juo apzvelgeme literatures 
saltinius ir pateikiame nuoniony, kas sudaro 
mokytojo komunikacijq. 

Reikia pastebeti, kad jau atliktiems ty- 
rimams truksta empiriniij jrodymq. Todel 
manytina, kad butina atlikti UK mokytojij is 
skirtingij valstybiq apklausq. Ji biitq susijusi 
su temomis ir situacijomis, su kuriomis su- 
siduria mokytojai, ir komunikaciniais moke- 
jimais, kuriij mokytojams reikia profesiskai 
bendraujant. 

2.2. PRELIMINARUS TYRIMO REZULTATAI 

Manytume, kad kalbos mokytojo kompetentin- 
gumas - viena is mokytojo kompetentingu- 
mo atmainij, kur pagrindines dalyko zinios ir 
mokejimai atsiskleidzia per destomos kalbos 
zinias ir zinias apie tq kalbq bei kalbos mokeji- 
mus, t. y. gebejiiruj vartoti kalbtj. asmeniniams 
ir profesiniams tikslams (1 pav.) pavaizduota 
pilkame fone. 

UK mokytojo zinias apie destom^ dalyk^ 
ir atitinkamus mokejimus sudaro ir profesinis 


2 

TOWARDS A MORE DETAILED 
DESCRIPTION OF FLTEACHER 
LANGUAGE COMPETENCE AND ITS 
ASSESSMENT FORMAT 

2.1. RESEARCH QUESTIONS AND 
METHODS 

1. The choice of research questions is directly 
influenced by objectives of the article and re¬ 
sults of literature review: 

2. What exact content and skills comprise 
language competence of a FL teacher? 

What components / elements of FL teach¬ 
er language competence can / should be sub¬ 
ject to assessment? 

To answer the questions I employed a 
theoretical method of data mining applied to 
books, journals and electronic publications, 
documents for FL teacher development from 
different countries, sample materials and syl¬ 
labi for internationals and nation-wide exami¬ 
nations for teachers of English as a FL. It results 
in the literature review and my own statement 
about content of teacher communication. 

It must be stated that the research already 
conducted lacks empirical evidence. There¬ 
fore, I view as an essential step a survey among 
teachers of FL from different countries to be 
conducted. The survey will deal with topics 
and situations teachers are involved in and 
communicative skills they require for their 
professional communication. 

2.2. FINDINGS: PRELIMINARY RESEARCH 
RESULTS 

I consider language teacher competence as a 
variation of teacher competence where core 
subject-matter knowledge and skills are pre¬ 
sented through knowledge of and about the 
target language and language skills, i.e. the abil¬ 
ity to use the language for personal and profes¬ 
sional purposes (shown in grey in Fig. 1). 

An integral part of FL teachers subject- 
matter knowledge and skills is professional 
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ff - 

Profesinis mokytojo kompetentingumas 

x\ 


Teacher professional competence 


i- 


- )) 


ZINIOS / KNOWLEDGE 
destomas dalykas / subject-matter 

pedagoginis turinys / pedagogical content 
mokymosi teorijos / theories of learning 
vertinimo pagrindai / assessment basics 
programa / curriculum 


MOKEJIMAI / SKILLS 
destomas dalykas / subject-matter 

planavimas / planning 

klases valdymas / class management 

medziagos rengimas / materials 

^ _ 

(Qvertinimas / assessment and evaluation 


Nuostatos / poziuris 
Dispositions / attitudes 


1 pav. Profesinis mokytojo kompetentingumas 
Fig. 1 . Teacher professional competence 


zodynas, parengtas pagal temas, su kuriomis, 
tiketina, teks susidurti, bei destomos kalbos 
pamokoje reikalingi mokejimai. 

Literatures apzvalga parode, kad ne vie- 
nas is sip komponentp kol kas nebuvo issamiai 
aprasytas. Tai bandyta istaisyti siuo straipsniu: 
isanalizavome mokytojij rengimo standar- 
tus ir reikalavimus studijp turiniui (JK, JAV, 
Australijoje, Rusijoje), tarptautiniij egzaminp 
programas ir UK mokytojp atliekamas uzduo- 
tis, isnagrinejome UK mokytojij naudojam;j 
anglij kalbos mokymui skirtij literature. 

Isanalizuoti sie studijy. turinio standartai 
ir reikalavimai: 

• Jungtineje Karalysteje naudojami 
„QTS“ 3 standartai siuolaikiniij uzsienio kal- 
bp mokytojams"; 

• JAV „Nacionalines akreditavimo tary- 
bos mokytojp svietimo standartai" ir „Kom- 
petentingumo programa prancuzp kalbos 
mokymui"; 

• Rusijoje parengti „Svietimo ir mokslo 
ministerijos standartai mokytojp rengimui". 


3 Qualified Teacher Status (kvalifikuoto mokytojo statusas). 


vocabulary together with topics a FL teacher is 
likely to deal with and skills that are employed 
in and out of the language classroom. 

As the literature review demonstrates, 
none of these components has been thor¬ 
oughly described. In this paper the task is 
done through analysis of teacher development 
standards and curriculum requirements (the 
UK, the USA, Australia, Russia), international 
examination syllabi and tasks performed by 
FL teachers supplemented by analysis of ELT 
literature a FL teacher deals with. 

The analysis of Standards and Curricula 
requirements embraced: 

• the UK ‘QTS 3 standards for teachers of 
Modern Foreign languages’; 

• the USA standards - National Council 
for Accreditation of Teacher Education Stand¬ 
ards and A Syllabus of Competence for Teaching 
of French; 

• Russian standards - the Ministry of 
Education and Science Standards for teacher 
development. 


3 Qualified Teacher Status. 
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QTS standartai apima kelias UK mokyto- 
jo kalbos vartojimo sritis: 

• klases anglq / prancuzq / vokieciij ar 
kitomis kalbomis (efektyviai ismokyti atitin- 
kamo amziaus ir gebejimu grupy; pritaikyti 
savo zinias, kad jos tiktq mokiniams; vado- 
vauti atskirij asmenij, grupiij ir klasiij moky- 
muisi; suteikti grjztamqj j rysj); 

• mokytojui budinga kalba (bendravi- 
mas su kolegoms, pamokij planavimas, me- 
dziagos rengimas). 

Uzsienio kalbos mokytojq rengimo progra¬ 
ms. standartuose (Nacionaline mokytojq svieti- 
mo akreditavimo tarnyba) teigiama: kandida- 
tai turetq demonstruoti auksto lygio destomos 
kalbos meistriskumq ir ieskoti galimybiq, kaip 
jj dar labiau pagerinti. Aprasomi mokytojams 
taikomi dviejij lygiij mokejimai ir jq ugdymas, 
t. y. aukstas vidutinis (angl. Intermediate High) 
ir zemas pazengusiqjq (angl. Advanced Low) ly- 
giai. Sprendziant pagal aprasus, juos galima pri- 
lyginti Europoje taikomiems B2 ir Cl 4 lygiams. 

Prancuzq kalbos mokymas: kompetentingu- 
mo programa standartuose (Prancuzq kalbos 
mokytojq asociacija Amerikoje) taip apibrezia- 
mi reikalavimai prancuzij kalbos mokytojams: 
vadovauj antis atitinkamomiskulturinemisnuos- 
tatomis, geraipasirodyti visose keturiose mokeji- 
mq srityse, t. y. klausymo, skaitymo, kalbejimo ir 
rasymo. Ypac pabreziamas skirtumas tarp ziniq 
apie prancuzij kalbos gramatikij, zodyng ir tari- 
ni;j bei gebejimo kalbeti, rasyti ir skaityti. Siame 
dokumente pripazjstamas dviejij lygiij moky- 
tojo kalbinis kompetentingumas: elementarus 
(zemesnio lygio klasems) ir aukstesnis (auks- 
tesnio lygio ir imersijos klases). Dokumente 
pateiktus aprasus palyginus su bendruosiuose 


4 Straipsnyje remiamasi 6 kalbinio kompetentingumo 
lygmenimis, nurodytais Bendruosiuose Europos kalbij mo- 
kymosi, mokymo ir vertinimo metmenyse (2001): A1 (Lu- 
zis), A2 (Pusiaukele), B1 (Slenkstis), B2 (Aukstuma), Cl 
(Veiksmingas), C2 (Puikus). Sia lygiij sistema naudojasi ir 
Cambridge ESOL. Cambridge ESOL® - kalbos egzaminai, 
kuriuos parenge Kembridzo universitetas - viena pirmau- 
janciij jstaigij kalbos ir jos ziniij vertinimo srityse http:// 
www.cambridgeesol.org/index.html. 


Standards for QTS describe several areas 
of a FL teacher’s language use: 

• classroom English/French/German, etc. 
(teach effectively across age and ability range; 
adapt their knowledge to suit learners they 
teach; manage learning of individuals, groups 
and classes; provide feedback); 

• teacher-specific language (communica¬ 
tion with colleagues, lesson planning, materi¬ 
als design). 

Program Standards for the Preparation of 
Foreign Language Teachers (National Council 
for Accreditation of Teacher Education) state 
that candidates should demonstrate a high 
level of proficiency in the target language and 
seek opportunities to strengthen their profi¬ 
ciency. Two levels of skills development ap¬ 
propriate for teachers are described - Inter¬ 
mediate High and Advanced Low. Judging by 
their descriptors they are compatible to the 
European B2 and Cl 4 . 

The teaching of French: a syllabus of com¬ 
petence (American Association of Teachers of 
French) defines the requirements to teachers 
of French as functioning well in a culturally-ap- 
propriate fashion, in four skill areas - listening, 
reading, speaking and writing. There is a special 
emphasis on difference between knowledge 
about French grammar, vocabulary and pro¬ 
nunciation and ability to speak write and read. 
The document recognizes two levels of teacher 
language competence: Basic (for lower-level 
classrooms) and Superior (for upper-level and 
immersion classrooms). The comparison of 
descriptors presented in the document with 
those in the Common European Framework 
shows that Basic competence is compatible to 
B2 level whereas Superior level, as its name 


4 In this article I refer to the six levels of language compe¬ 
tence presented in Common European Framework (2001): 
A1 (Breakthrough), A2 (Waystage), B1 (Threshold), B2 
(Vantage), Cl (Effectiveness), C2 (Mastery). This system 
of levels is referred to by Cambridge ESOL. Cambridge 
ESOL® - a series of language examinations developed by 
Cambridge University, one of the leading bodies in language 
assessment http://www.cambridgeesol.org/index.html. 
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Europos kalbij mokymosi, mokymo ir vertini- 
mo metmenyse esanciais aprasais, galima teig- 
ti: elementarus kompetentingumas atitinka B2 
lygj, o aukstesnis, kaip galima spr^sti is pavadi- 
nimo, - artimas C2 lygiui, jei kalbetume apie 
kandidato turimus mokejimus, naudojamas 
lingvistines priemones ir situacijas. 

Federaciniai svietimo standartai Rusijos 
universitetams pateikia bendrq absolventq 
kalbinio kompetentingumo aprasymq. Ab- 
solventai turetq rodyti lingvistines zinias, t. y. 
fonologijos, zodyno, gramatikos ir kalbos funk- 
cionavimo bei mokejimo, leidziancias isreiksti 
save lingvistinemis priemonemis, akcentuojant 
pagrindinius dalykus. 

Galima padaryti sias isvadas: 

1. UK mokytojo kalbinj kompetentingu- 
mq / meistriskumq sudaro skaitymo, klausy- 
mo, kalbejimo ir rasymo mokejimai bei desto- 
mos kalbos gramatikos, zodyno ir fonologijos 
ismanymas ir zinojimas, kaip ta kalba veikia. 

2. Kiekvienas standartas apibrezia moky¬ 
tojo meistriskumo lygj, nes naudojama issa- 
mi, tik ne visuotinai pripazjstama skale. 

3. Niekur neaprasytos mokytojo veiklos 
sritys / sferos. 

4. Aprasymai aiskiai nurodo bent dvi sri- 
tis, kuriose naudojama mokytojo kalba, - kla- 
seje ir uz klases ribip 

5. Nei kalbos vertinimas, nei platesni 
mokytojo jvertinimo metodai nera aprasyti 
ar bendrai apibudinti. 

Angty kalbos mokymui skirta literatura 
apzvelgta siekiant nustatyti sritis, kuriose 
UK mokytojas tureti} dirbti. Tai savo ruoztu 
pades nustatyti mokejimus, kurie kalbos mo- 
kytojui reikalingi profesiskai bendraujant. 

Literatures saltinirj analize (Parrott, 1993; 
Ur, 1997; Harmer, 2001, 2007; Nunan, Carter, 
2001; Richards, Renandya, 2002; Scrivener, 
2005; Dudeney, 2007) parode, kad autorip nuo- 
mones, kp turetij zinoti ir ismanyti kalbos mo¬ 
kytojas, beveik sutampa. Pastebimi (2 pav.) tik 
nedideli skirtumai (pateikti skaiciai redo, kaip 
daznai tam tikra tema figuruoja anglij kalbos 


suggests, is approaching C2 in terms of range 
of skills, situations and linguistic means a can¬ 
didate demonstrates. 

Federal State Educational Standards for 
universities of Russia provides general de¬ 
scription of graduates’ language competence. 
Graduates are expected to demonstrate lin¬ 
guistic knowledge which includes knowledge of 
phonology, vocabulary, grammar and language 
functioning and skills in expressing self using a 
range of linguistic means for emphasizing the 
main points. 

A conclusion can be made that: 

1. Language competence / proficiency of 
a FL teacher comprises skills in reading, lis¬ 
tening, speaking and writing as well as com¬ 
mand of grammar, vocabulary, phonology of 
the target language and knowledge of the way 
it works. 

2. Each standard defines the level of teach¬ 
er’s proficiency as high but no commonly ac¬ 
cepted scale is used. 

3. There is no description of areas / do¬ 
mains where a teacher is expected to function. 

4. The descriptions definitely indicate that 
there are at least two areas of teacher’s language 
use - in and out of the classroom. 

5. Neither language assessment nor wider 
teacher evaluation procedures are described or 
presented in most general terms. 

Review ofELT literature was done to define 
a list of areas where a FL teacher is supposed to 
function which, in its turn will help to define a 
list of skills a language teacher requires for pro¬ 
fessional communication. 

The analysis of literature (Parrott, 1993; 
Ur, 1997; Harmer, 2001, 2007; Nunan, Carter, 
2001; Richards, Renandya, 2002; Scrivener, 
2005; Dudeney, 2007) demonstrates that the 
authors are more or less unanimous in terms 
of what a language teacher is supposed to 
know with only some variations occurring as 
presented in Fig. 2 (figures show how often the 
topic is covered in ELT literature, i.e. 10 is equal 
to 100%, 1 - to 10% of analyzed sources): 
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Technologijos ir angler kalbos mokymas / 
Technology and ELT 

Kalba ir kultura / Language and culture 
Kalba ir literatura / Language and literature 

Vertinimas / Assessment 

Kurso parengimas / Course design 
Pamokos planavimas/ Lesson planning 
Mokytojo klausymas / Teacher listening 
Mokytojo rasymas / Teacher writing 
Mokytojo skaitymas / Teacher reading 
Mokytojo kalbejimas / Teacher speaking 
Mokytojo zodynas / Teacher vocabulary 
Mokytojo gramatika/ Teacher grammar 
Mokytojo tarimas / Teacher pronunciation 
Mokymo metodai / Teaching methods 
Mokytojcirengimas / Teacher development 
Dvikalbyste/ Bilingualism 
Psicholingvistika / Psycholinguistics 
Sociolingvistika / Sociolinguistics 
Kalbos jsisavinimas / Language acquisition 



0 3 6 9 


2 pav. Atskirq UK mokytojo ziniq ir mokejimq sritys, 
pateiktos angle) kalbos mokymui skirtoje literaturoje 
Fig. 2. Representation of FL teacher knowledge and skill areas in ELT literature 
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mokymui skirtoje literaturoje, t. y. 10-100 %, 
1—10 % is analizuotp saltinip). 

Kalbos jsisavinimas, sociolingvistika, 
psicholingvistika, dvikalbyste, mokytojp ren- 
gimas, mokymo metodai, mokytojo tarimas, 
mokytojo gramatika, mokytojo zodynas, 
mokytojo kalbejimas, mokytojo skaitymas, 
mokytojo rasymas, mokytojo klausymas, pa- 
mokos planavimas, kurso parengimas, ver- 
tinimas, kalba ir literatura, kalba ir kultura, 
technology os ir anglij kalbos mokymas 

Tarptautiniij egzamim{kalbi{ mokytojams 
programos isnagrinetos siekiant: 

• sudaryti UK mokytojo komunikaci- 
nip mokejimp, kurie turetp buti vertinami, 
sqrasq; 

• apibrezti vertinamas sritis; 

• pateikti termini}, kuriuos UK mokyto- 
jas turetp zinoti, sprasp. 

Analizei pasirinkti sie egzaminai: 

• PRAXIS® - ETS (Educational Testing 
Service) egzaminas, kurj laiko kalbp mokyto- 
jai JAV; 

• Cambridge ESOL 5 egzaminai, skirti 
kalbp mokytojams - ICELT, TKT®, DELTA, 
CELTA/CELTYL 6 ; 

• LPATE - Honkongo egzaminp ir ver- 
tinimo tarnybos (angl. Hong Kong Examina¬ 
tion and Assessment Authority) sukurti egza¬ 
minai anglp kalbos mokytojams. 

Nustatyti egzaminus sudarantj turinj - vie- 
na lengviausip uzduocip. Logiska, kad vertini- 
mui pasirinktos temos labai primena pateikia- 
mas anglp kalbos mokymui skirtoje literaturoje 
(2 pav.). Nagrinejami profesinio bendravimo 


5 Nors Cambridge ESOL yra oficialus egzaminavimo insti- 
tucijos pavadinimas, del aiskumo galima prideti, kad ESOL 
(angl. English to Speakers of Other Languages) reiskia „anglij 
kalba kitakalbiams". 

6 ICELT ( In-service Certificate in English Language Tea¬ 
ching) - Profesinio tobulejimo anglij kalbos mokymo ser- 
tifikatas; TKT ( Teacher Knowledge Test) - testas mokytojo 
zinioms patikrinti; DELTA ( Diploma of English Language 
Teaching to Adults) - suaugusiiy '14 anglij kalbos mokymo 
diplomas; CELTA/CELTYL ( Certificate of English Language 
Teaching to Adults/Young Learners) - suaugusiijjij / jaunij 
asmenij anglij kalbos mokymo sertifikatas. 


Analysis of syllabi for international exami¬ 
nations for language teachers was done with 
the aim of: 

• compiling a list of FL teacher communi¬ 
cative skills subject to assessment; 

• defining the content areas under 
assessment; 

• coming out with a list of terms a FL 
teacher is expected to master. 

The following examinations were chosen 
for analysis: 

• PRAXIS® - an ETS (Educational Testing 
Service) examination for language teachers 
taken across the USA; 

• Cambridge ESOL 5 examinations for 
language teachers - ICELT, TKT®, DELTA, 
CELTA/CELTYL 6 ; 

• LPATE - an examination for English 
language teachers designed by Hong Kong Ex¬ 
amination and Assessment Authority. 

Defining the examination content was one 
of the easiest tasks. The choice of topics sub¬ 
ject to assessment highly resembles the topics 
covered in ELT literature (Picture 2) which 
seems absolutely logical. As far as professional 
communication skills are concerned, I first di¬ 
vided them into groups according to general’ 
classification - Listening, Reading, Speaking 
and Writing. That was followed by marking 
frequency of their representation in the ex¬ 
aminations in question. The results obtained 
were compared with the list of skills a teacher 
requires in a FL classroom and the results of 
analysis of teacher development standards to 
produce a very tentative list of communica¬ 
tion skills a FL teacher requires for in- and 
out-of-classroom communication. 


5 Though Cambridge ESOL is the official name of the ex- 
animation body, it can be added for clarification that ESOL 
stands for English to Speakers of Other Languages. 

6 ICELT - In-service Certificate in English Language Teach¬ 
ing; TKT - Teacher Knowledge Test; DELTA - Diploma of 
English Language Teaching to Adults; CELTA/CELTYL - 
Certificate of English Language Teaching to Adults/Young 
Learners. 
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mokejimai pirmiausia buvo suskirstyti j gra¬ 
pes pagal „bendrq“ klasifikadjq, t. y. klausymq, 
skaitymq, kalbejimq ir rasymq. Suzymeta, kaip 
daznai jie randami analizuojamuose egzami- 
nuose. Gauti rezultatai palyginti su mokytojui 
reikalingais mokejimais destyti UK ir mokyto- 
jq rengimo standartij analizes rezultatais. Taip 
buvo galima pateikti preliminary komunikaci- 
niq mokejimij, reikalingij UK mokytojui ben- 
draujant klaseje ir uz klases ribq, sqrasq. 

Panasiai isskirta 18 teminiy. sriciif 7 ir prie 
kiekvienos jq pateiktas pagrindinis zodynas 
(2 lentele). Manytume, sis darbas - pirmasis 
zingsnis issamiai aprasant reikalavimus mo- 
kytojo kalbai. Tai savo ruoztu pasitarnaus ku- 
riant medziagq ir priemones kolegijy ir uni- 
versitety absolventams vertinti. 

Taigi kalbos mokytojo kalbinis kompeten- 
tingumas siame straipsnyje suprantamas kaip 
gebejimas sekmingai veikti tiek klaseje, tiek ir 
uz klases ribif, siekiant profesiniy tiksly ir pri- 
taikant lingvistinj bei nelingvistinj elgesj prie 
esamo konteksto. Visa tai padaroma atidziai 
pasirinkus ir naudojant atitinkamas kalbines 
priemones, bendruosius irprofesinius komuni- 
kacinius 8 mokejimus, klases strategijas, kalbos 
zinias ir kalbos mokymo taisykles. 

Pateiktas kalbos mokytojo kalbinio 
kompetentingumo aprasymas iskelia ir sio 
kompetentingumo vertinimo klausimq. Vie- 
na vertus, vertinimo procesas turety atitikti 
„bendr^sias“ kalbos vertinimo taisykles. Ta- 
ciau kita vertus, pastebimos ir tam tikros da- 
lykines kalbos vertinimo savybes. 

7 1. Mokejimi} ugdymas: 1.1. Fonologija, 1.2. Gramatika, 
1.3. 2odynas, 1.4. Klausymas, 1.5. Skaitymas, 1.6. Kalbeji- 
mas, 1.7. Rasymas; 2. Kalbos jsisavinimas; 3. Mokinio cha- 
rakteristika; 4. Mokinio poreikiai ir motyvacija; 5. Poziuriai 
j angltj kalbos mokym^; 6. Pamokos planavimas; 7. Klases 
valdymas; 8. Veiklos rusys; 9. Pristatymij technikos; 10. Mo¬ 
kymo medziaga; 11. Programos kurimas; 12. (f)vertinimas. 

8 Profesinis bendravimas vyksta darbo sferoje, ypac didel^ 
jtak^ jam daro darbo aprasymas ir kvalifikacijos. Bendro po- 
budzio bendravimas, remiantis „Slenkscio“ (angl. Threshold) 
lygiu ir bendraisiais Europos kalbij mokymosi, mokymo ir 
vertinimo metmenimis, siejamas su 14 kasdienio bendra- 
vimo temi|, kuriij kiekvienam gali prireikti nepriklausomai 
nuo darbo, amziaus ar issilavinimo. 


Similar steps have been taken for topical 
areas with eighteen of them 7 identified and an 
essential vocabulary list produced for each as 
presented in the sample below (Table 2). I view 
this job as the first step to detailed description 
of requirements to teacher language. This, in 
its turn, will give ground for designing as¬ 
sessment materials for college and university 
graduates. 

So, in this article I treat language teacher 
language competence as an ability to function 
successfully both in and out of the classroom 
achieving professional aims and adapting 
linguistic and non-linguistic behaviour in ac¬ 
cordance with the given context. It is done 
through careful selection and application 
of language means, general and professional 
communication 8 skills, classroom strategies, 
knowledge of language and language teaching 
rules. 

The description of teacher language 
competence provided raises the issue of as¬ 
sessing this competence. On the one hand, 
assessment procedures are expected to fit 
general’ language assessment laws, on the 
other - some features of assessment in the 
Language for Specific Purposes area are 
obvious. 

Each country definitely has its own care¬ 
fully selected format which suits a particular 
context and, in some cases, cannot be ex¬ 
tended through several countries. A very big 
step has been made by ESOL (Cambridge, 
UK) and ETS (Princeton, USA) which 

7 1. Skills development: 1.1. Phonology, 1.2. Grammar, 
1.3. Vocabulary; 1.4. Listening, 1.5. Reading, 1.6. Speaking, 

I. 7. Writing. 2. Language acquisition. 3. Learner characteris¬ 
tics. 4. Learner needs and Motivation. 5. Approaches to ELT. 
6. Lesson planning. 7. Classroom management. 8. Types of 
activities. 9. Presentation techniques. 10. Teaching materials. 

II. Syllabus design. 12. Assessment and evaluation 

8 Professional communication takes place within occupa¬ 
tional domain and is highly influenced by an individuals job 
descriptions and qualifications. 

General communication, according to Threshold level and 
Common European Framework, is based on 14 topics of 
everyday communication which can be required by anyone 
irrespectively of job, age and educational background. 
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1 lentele. UK mokytojo bendrieji ir profesiniai komunikaciniai mokejimai (pavyzdys) 
Table 1 . General and professional communication skills of a FL teacher (sample) 


Bendrasis (asmeninis) 
klausymas 

General (personal) 
listening 

Viesi pranesimai, nurodymai, viesos kalbos, paskaitos, pristatymai, oficialios ceremo- 
nijos, pramogos (drama, pasirodymai, dainos, garso knygos), reportazai, zinios, viesi 
debatai, dialogai ir pasnekesiai, darbo pokalbiai. 

Public announcements, instructions, public speeches, lectures, presentations, formal 
ceremonies, entertainment (drama, shows, songs, audiobooks), spot commentaries, 
news, public debates, dialogues and conversations, job interviews. 

Profesinis (mokytojui 
biidingas jklausymas 

Professional (teacher- 
specific) listening 

Paskaitos, pristatymai (seminaruose, internetiniuose tinkluose ir kt.), studentq pokal¬ 
biai, garso / vaizdo priedai prie vadoveliq, garso medziaga mokymo tikslams. 

Lectures, presentations (at seminars, webinars, etc.), student talk, coursebook audio-/ 
videosupport, audiomaterials for teaching purposes. 


2 lentele. Mokytojo profesinio zodyno aprasymo pavyzdys 
Table 2. A sample of teacher professional vocabulary description 


TEMA 

TOPIC 

DEMESYS SKIRIAMAS 

FOCUS ON 

PAGRINDINIS ZODYNAS 

ESSENTIAL VOCABULARY 

6. Pamokos 

- tikslams nustatyti 

Pasiekti tikslus / jgyvendinti siekius; tikslas; siekis; islaikyti / nuro- 
dyti tikslus; analizuoti kalbq; numatyti problemas; sudominti; prie- 
laida; klases profilis; piano komponentai; duoti / suteikti grjztamqjj 
rysj; suvienyti; jgalinti; padrqsinti, padrqsinimas; demesys (kam?); 
pabrezti; jvadas; j besimokantjjj orientuotas; rezultatas; tempas; 

planavimas 

- pamokos tikslams 

apmokyti; suzadinti sqmoningumq; logiskas isaiskinimas; is naujo 


- pamokos eigai 

apgalvoti / pasikartoti; seka; klausimq / uzduociq / testq rinkinys; 


- setting objectives 

nusakyti kontekstq; pakopa; zingsnis; suzadinti; j studentq orien¬ 
tuotas; programa; SKL (studentq kalbejimo laikas); MKL (mokytojo 
kalbejimo laikas); j mokytojq orientuotas; laiko apskaiciavimas; 
jvairove. 

Achieve aims/objectives; aim; objective; maintain/specify aims; 

planning 

- lesson aims 

analyze language; anticipate problems; arouse interest; assumption; 

- lesson sequence 

class profile; components of a plan; conduct/provide/give feedback; 


consolidate; enable; encourage, encouragement; focus on; highlight; 
lead-in; learner-centered; outcome; pace; pre-teach; raise awareness; 
rationale; revisit/ revise; sequence; a set of questions/tasks/tests; 
set the context; stage; step; stimulate; student-centered; syllabus; 

STT (student talking time); TTT (teacher talking time); teacher- 
centered; timing; variety. 


Be abejo, kiekviena salis turi savo nuosek- 
liai parengtas sistemas, pritaikytas konkreciam 
kontekstui, nors kartais jij pritaikyti ir naudoti 
kitose salyse nera galimybes. Todel labai didelis 
zingsnis j priekj sioje srityje buvo sukurti ESOL 
(Kembridzas, JK) ir ETS (Prinstonas, JAV) - 
del to atsirado net keli tarptautiniai egzaminai 
uzsienio kalbij mokytojams. ]lj tikslai ir uzdavi- 
niai skiriasi, bet visi siekia gauti kuo objektyves- 
nius duomenis apie kalbos mokytojo veikl^. 


results in several international examinations 
for foreign language teachers. Having differ¬ 
ent goals and purposes, they all aim at get¬ 
ting the most objective picture of language 
teacher performance. 

As mentioned earlier, all examinations 
are built around common’ ELT topics. As 
far as communicative skills are concerned 
their balance is different in different exam¬ 
inations. TKT and PRAXIS tend to focus 
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Kaip mineta, visi egzaminai parengti pa- 
gal „bendras“ anglij kalbos mokymo temas. 
Kalbant apie komunikacinius mokejimus, 
reikia pastebeti, kad jq svarba skirtinguose 
egzaminuose skiriasi. TKT ir PRAXIS eg¬ 
zaminai orientuojasi j klausymo ir skaify- 
mo mokejimus bei kalbinj sqmoningumq, o 
ICELT, LPATE, CELTA - j visus keturis mo¬ 
kejimus, skirtinguose moduliuose akcentuo- 
jant skirtings gebejimy 

Apie jau naudojamas ir potencialias ver- 
tinimo formas galima daryti sias isvadas: 

• „Mokytojo“ kalbos ir „bendrosios“ 
kalbos vertinimas organizuojamas pagal 
tuos pacius reikalavimus, keliamus egzami- 
nq pagrjstumui ir patikimumui. Skiriasi tik 
vertinami mokejimai ir turinys bei, savaime 
suprantama, pateikiamos uzduotys. 

• „Mokytojo“ komunikaciniai mokejimai 
ne pakeicia, o papildo „bendruosius“ komu¬ 
nikacinius mokejimus. Todel reiketij vertinti 
abi sritis. Tq patj galima pasakyti ir apie egza- 
minij turinj, t. y. jtraukiamos ir „bendros“, ir 
„mokytojams skirtos“ temos. 

• Priesingai nei vertinant „bendrqjj“ 
kalbinj kompetentingumq, j „mokytojo“ kal- 
binio kompetentingumo vertinimq tikimasi 
jtraukti kalbinio sqmoningumo aspektus bei 
didaktines zinias, t. y. vertinti tiek lingvistinj, 
tiek mokymo turinj. 

• Ypac svarbi mokytojo kalbos sritis, t. y. 
klases kalba, negali buti veiksmingai jvertinta 
toje patalpoje, kurioje vyksta egzaminas, nes 
klases kalba labai priklauso nuo konteksto. 
Todel paprastai si kalba vertinama stebint 
mokytojo darbq ir gali buti tik kaip priedas 
prie formalaus vertinimo. 

• Mokytoj o bendravimq uz klases ribij taip 
pat sunku jvertinti. Tam reiketij suvaidinti / imi- 
tuoti situacijas, su kuriomis mokytoj as galimai 
susiduria. Cia gaiety kilti klausimij del tokio eg- 
zamino pagrjstumo ir patikimumo. Situacijas, 
kuriose atsiskleistij klausymo ir skaitymo mo¬ 
kejimai, lengviau imituoti nei tas, kuriose atsi- 
skleistij rasymo mokejimai. Sunkiausia jvertinti 


on receptive skills of listening and reading 
and language awareness whereas ICELT, 
LPATE, CELTA embrace all four skills with 
their balance changing from module to 
module. 

A tentative conclusion about existing and 
potential assessment formats can be made 
that: 

• ‘Teacher’ and ‘general’ language as¬ 
sessment is organized according to the 
same requirements to examination valid¬ 
ity and reliability with difference lying in 
content, skills assessed and, therefore, tasks 
employed. 

• ‘Teacher’ communicative skills do not 
substitute but complement ‘general’ commu¬ 
nicative skills so both areas should be subject 
to assessment. The same can be applied to 
content of examination with both general’ and 
‘teacher-specific’ topics included. 

• In contrast to general’ language com¬ 
petence assessment, ‘teacher’ language as¬ 
sessment is expected to include language 
awareness issues together with pedagogical 
knowledge, i.e. to be based on both linguistic 
and pedagogical content. 

• An extremely important area of teach¬ 
er language - classroom language - cannot be 
efficiently assessed in an examination room 
due to its high context-dependence. It is 
mostly assessed through teacher observation 
and may only be added to formal assessment 
format. 

• Out-of-classroom teacher communi¬ 
cation is another area difficult to assess. It 
requires simulation / imitation of situations 
likely to arise which could bring to question 
the validity and reliability of examination. 
Situations involving listening and reading 
skills are easier to simulate with writing be¬ 
ing the next in the list, whereas speaking 
is considered to be the most difficult skills 
both in ‘general’ and ‘teacher’ language as¬ 
sessment. This might be a reason why speak¬ 
ing is either excluded from the examination 
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su kalbejimu susijusius mokejimus - vertinant 
tiek „bendrqjj“, tiek „mokytojo“ kalbinj kom- 
petentingumq. Galbut, del sios priezasties kal- 
bejimas arba visai nejtraukiamas j egzaminus 
(TKT, PRAXIS), arba vertinamas pagal pada- 
ryttj. pazangq ar neformaliuoju vertinimu. 

ISVADOS 

Siame straipsnyje bandyta atskleisti kalbos 
mokytojo kalbinio kompetentingumo sude- 
tingumq, parodyti sj kompetentingumq su- 
daranciq komponentq ivairovy bei nurodyti 
veiksnius, darancius jtaka mokytojo bendra- 
vimo apimciai ir turiniui. 

Daugelis publikacijq, skirtij kalbos moky- 
tojq rengimui ir jvertinimui, labiau koncen- 
truojasi j didaktinius kalbos mokymo aspektus, 
o kalbos tobulinimas daznai laikomas visuo- 
tinai suprantamu dalyku. Kalba, kuriq turetq 
moketi UK mokytojas, nelaikoma nei bendrq- 
ja, nei dalykine. Del sios priezasties iskart atsi- 
randa spraga aprasant kalbinius reikalavimus 
kalbos mokytojams. Taip pat tam tikra spraga 
atsiranda ir mokytojq jvertinimo, kurj is dalies 
apima tarptautiniai egzaminai, sistemoje. 

Siame straipsnyje pateiktas UK mokytojui 
reikalingo zodyno, temp ir mokejiinij sprasas gali 
pasitarnauti aprasant kompetentingump ir ku- 
riant kalbos vertinimo sistemas, geriau pritaiky- 
tas konkretiems atskirp valstybip kontekstams. 

Be abejo, tokio pobudzio darbui reikia 
daugiau nei vieno zmogaus (t. y. visos tyrejp 
komandos) pastangij. Reikia atlikti daug teori- 
nio ir praktinio darbo. Taciau tebunie tai pir- 
masis zingsnis, kuris, tikekimes, galiausiai leis 
daug issamiau aprasyti mokytojo kalbinj kom- 
petentingump ir jam vertinti skirtus procesus. 


format (TKT, PRAXIS) or is done through 
progress or informal assessment. 

CONCLUSION 

In this paper I have tried to show the com¬ 
plexity of language teacher language compe¬ 
tence, diversity of elements which comprise 
it, as well as diversity of factors that influ¬ 
ence the content (and amount) of teacher 
communication. 

The majority of publications about lan¬ 
guage teacher development and evaluation 
tend to concentrate more on pedagogical as¬ 
pects of language teaching whereas language 
development is often treated as something 
universally understood. The language a FL 
teacher is supposed to master is treated nei¬ 
ther as general language nor as language for 
specific purposes. It immediately leads to a 
gap in description of language requirements 
for language teachers and a gap in teacher 
evaluation which is partially bridged by in¬ 
ternational examinations for teachers. 

A list of vocabulary, topics and skills a FL 
teacher requires, as presented in this article, 
may serve a basis for further description of 
competence and designing language assess¬ 
ment formats which would suit more particu¬ 
lar contexts of different countries. 

I am fully aware of this kind of job re¬ 
quiring a bigger effort of, probably, a team of 
researchers with both theoretical and empiri¬ 
cal work performed. Still, I consider this as a 
first step which, hopefully, will lead to a more 
detailed and thorough description of teacher 
language competence and procedures for its 
assessment. 
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